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Abstract
Research shows that children raised by a single parent often exhibit increased behavioral
problems, anxiety, loneliness, stress, and aggressiveness. Divorce, the death of a parent, and
parental incarceration are all prominent factors that can lead to children being raised in single
parent homes. Small group counseling interventions that focus on these unique situations have
been shown to increase self-concept and self-esteem, as well as self-confidence. These
interventions have also shown to increase students positive coping skills and decrease feelings of
depression and anxiety. This project is a guide to be used by school counselors to build and
facilitate counseling small groups, with a focus on divorce, death of a parent, or incarceration. It
fills a need by providing school counselors with a customizable template to support this often
overlooked, yet quite large, student population. Additionally, it provides school counselors with
measurements of evaluation that can be used to demonstrate and share the project’s effectiveness
and benefits to students who participate in small group counseling with stakeholders.
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Chapter One: Introduction
Problem Statement
Students being raised in single-parent households often exhibit poorer behavioral choices,
increased anxiety, stress, loneliness, and aggressiveness (Herwig et al., 2004; Jackson, 2000);
however, school counselor led small group counseling sessions can help mitigate the adverse
effects of being raised by a single parent. According to KidsCount Data Center (2020) there are
roughly 23,756,000 children being raised in single-parent households. Divorce, the death of a
parent, and incarceration, are possible reasons a child may be raised by a single parent, with
divorce being the largest contributor.
Lui et al. (2000) found that “children of divorce exhibit withdrawal, aggressive behavior,
and social problems” (p. 901). Children living with both biological parents in the home tend to
face fewer behavioral problems than children from other familial backgrounds (Gioumouki et al.,
2018). Research has shown that students who experience any sort of change to family structure
have poorer behavioral outcomes than students who come from stable, two-biological parent
households (Ryan et al., 2013). Due to the large number of students from single-parent homes,
understanding the difficulties and challenges these students face is vitally important to best help
these students to succeed.
Importance and Rationale of the Project
Students from single-parent homes often do not receive the specialized support needed to
navigate the unique issues they face. The number of students being raised by a single parent are
staggering. In 2019, there were nearly 24 million students living in single-parent homes
(KidsCount, 2020). The number of students raised by a single parent is likely to remain steady, if
not grow even larger, as forty to fifty percent of marriages in the United States end in
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divorce (Miller, 2013). While divorce is the largest contributor to a student not being raised in a
two-parent household, incarceration and death of a parent also play a role. Students raised in
single parent homes are more prone to experience depression, stress, loneliness, and irritability
(Herwig et al., 2004; Jackson, 2000), as well as high anxiety, aggressiveness, and shyness. These
effects can all hinder the development and success of students. The American School Counselor
Association’s (ASCA; 2016) Ethical Guide for School Counselors dictates that school
counselors ensure “students be treated with dignity and have access to a comprehensive school
counseling program that advocates for and affirms all students from diverse populations” (p. 1).
Students from single-parent households are a diverse population, albeit a very large one.
These students face unique challenges as a result of being raised by a single parent. Providing
these students with group counseling interventions that allow them a space to feel safe, accepted,
and respected; to let them know they are not alone in what they are going through, is incredibly
important. Group counseling can help students gain self-efficacy and realize they are powerful
and capable of choosing positive behavior and thoughts (Association for Behavioral and
Cognitive Therapies [ABCT], 2021). Identifying these students, of which there are many, and
implementing group counseling sessions is a crucial step to ensuring all our students are
receiving the support needed to develop into their fullest potential. Students dealing with the loss
of a parent, whether it be through divorce, death, or incarceration, need specialized support to
ensure they have the needed social/emotional skills and development needed to navigate this
loss.
Background of the Project
For decades, the number of children in the United States living with a single parent have
been on the rise. According to Kramer (2021) in a study reported through the Pew Research
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Center, 23 percent of children in the United States live with a single parent. This figure is more
than triple the global number of 7 percent. There are numerous factors that can be attributed to
the steady rise in the number of children being raised by a single parent.
Nearly 40 percent of births in the United States today occur out of wedlock (Child
Trends, 2016). Furthermore, the United States is the global leader in divorce rate with 40 to 50
percent of all marriages ending in divorce (Miller, 2013). The divorce of parents can be an
extremely challenging and stressful period for children. According to Lui et al. (2000), children
of divorce exhibit withdrawal, aggressive behavior, and social problems. Research notes that
students whose parents have recently divorced are also more likely to drink more alcohol and/or
be under the influence of alcohol while at school (Jeynes, 2001). In addition, parental divorce has
been found to affect a student’s ability to graduate high school altogether. According to Sapharas
et al. (2016), parental divorce predicts a 41 percent decrease in odds of completing high school
for males.
Parental incarceration is another contributing factor to children being raised in a single
parent household. The number of prisoners in state or federal prisons in the United States is
roughly 1.2 million people (Carson, 2020). In 2016, an estimated 684,500 inmates were parents
to at least one minor child. In addition, the estimated total number of children with a parent in
state or federal prison was 1,473,700 (Maruschak et al., 2021).
The death of a parent is another possible factor that can lead to children being raised by a
single parent. An estimated 2.5 million children 18 and younger in the United States have
experienced the death of a parent (Judi’s House, 2021). The coronavirus pandemic drove the
number of bereaved students even higher. The American Academy of Pediatrics (AAP)
published a study which found that from April 1, 2020, to June 30, 2021, greater than 140,000
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children in the United States experienced the death of a parent or grandparent primary caregiver
from COVID-19 (Hillis et al., 2021). Studies have shown that children dealing with the loss of a
parent are likely to experience depression, loss of self-esteem, and exhibit inappropriate
behaviors (Huss & Ritchie, 1999). Students may feel alone or be ashamed to express how they
are feeling after the death of a parent. Guilt, anger, fear, and embarrassment are common
emotional responses which can lead to behavioral outbursts and poorer academic achievement in
students.
Parents and family play a very important role in the growth and development of children
(Ahiaoma, 2013). Children gain experiences from two parents that single parents often cannot
provide. Single parents face various time constraints that can lead to less time spent with their
children. Furthermore, partner instability causes psychological and emotional stress to parents
which results in a less nurturing environment (Woessmann, 2015). Single parent families face
more economic hardships than do two-parent families. The number of single parent families
living in poverty is estimated to be as high as 50 percent (Lee et al., 2007). Dolyopoulou (2015)
found a link between poverty and a child’s social, emotional, and mental development, as well as
their mental and physical health. Paxton et al. (2007) found that students being raised in single
parent households were more likely to report substance abuse when compared to students from
intact two parent homes.
The rise in births out of wedlock, soaring divorce rates, parental incarceration numbers,
and parent deaths are all factors that help us understand how we as a country got to this point.
The aforementioned factors provide the background and context as to how and why there are
nearly 24 million children being raised by a single parent in the United States (KidsCount, 2020).
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Statement of Purpose
The purpose of this project is to create a template for school counselors to use in the
implementation and facilitation of small group counseling programs for students experiencing
the loss of a parent. The materials in this template are intended for use in three different types of
small groups with each group focusing on the specific and unique challenges that these students
face. The three groups include students dealing with parental divorce, students with an
incarcerated parent, and students who experienced the death of parent. This template allows
counselors to customize the content based on the focus of the small group. For this project,
students born to single parents will not be included. The focus is on students who are currently,
or recently have experienced the removal of a parent. Students who participate in the group
counseling intervention are expected to develop a strong sense of self-efficacy, belonging and
acceptance, and fewer adverse behavioral problems/choices.
This project is intended to provide students with a safe space. A place free from judgment
and one where all students feel welcomed, heard, and accepted. This is expected to allow
students to discuss various issues, feelings, and thoughts that might occur when dealing with a
fracture to their parental structures. Tomori (1995) stated that group counseling settings can
provide supportive environments to students. These settings can help to reduce anxiety in
students when they realize that they are not alone in their concerns. Furthermore, feelings of
loneliness, helplessness, and isolation can be replaced by feelings of belonging and acceptance.
Students live and grow in a social world, the nature of this group is expected to serve as a safe
place for students to practice new, more adaptive, appropriate, constructive behaviors and
emotional responses in a safe judgment free arena.
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Weekly, 30-minute meetings will be conducted with students selected to participate. The
group counseling sessions will be conducted in five-week long increments. In these sessions, the
plan is to introduce students to collaborative and comprehensive materials focusing on how to
positively control and deal with their emotions and actions regarding their specific situations.
Materials used in these sessions will include, but are not limited to worksheets, movies,
PowerPoint presentations, guest speakers, and group discussions.
Objectives of the Project
The objective of this project is to build self-efficacy and emotional/social coping skills in
students who have experienced a fracture in their parental structure. The tentative plan is to
assess the success of these objectives through the completion of pre- and post-tests including,
Coping Skills Pre- and Post-Test, Schwarzer and Jerusalem’s (1995) Generalized Self-Efficacy
Scale (GSES) and Rieffe et al. (2007) Emotion Awareness Questionnaire (EAQ). The objectives
will be considered met, if students’ post-test results show that students have an increased their
sense of self-efficacy as well as an improvement in self-reported emotional awareness and
coping skills.
The small group counseling sessions have been designed to focus on multiple ASCA
(2021) Mindsets and Behavior standards. These research-based mindsets and behaviors highlight
the knowledge, attitudes, and skills students need to be successful in school and beyond. Three
mindset standards (ASCA, 2021) will be addressed: Sense of acceptance, respect, support, and
inclusion for self and others in school environment, self-confidence in ability to succeed, and
belief in using abilities to their fullest to achieve high-quality results and outcomes.
Two self-management standards (ASCA, 2021) will be addressed: the ability to manage
transitions and adapt to change, and effective coping skills. The loss of a parental figure, either
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through divorce, death, or incarceration, is undoubtedly a massive transition in a child’s life. If
these objectives are met, it is expected that students will be better equipped with the coping skills
needed to navigate these stressful periods. Students will be encouraged to use communication
and collaboration with one another to share ways they have coped with various problems in the
past, whether good or bad.
Lastly, three social skills (ASCA, 2021) will be focused on in the group counseling
sessions: positive, respectful, and supportive relationships with students who are similar to and
different from oneself, demonstrate empathy, and the social maturity and behaviors appropriate
to the situation and environment. Setting group norms and rules that must be adhered to, creating
a safe, welcoming group setting, and encouraging participation of all group members will be
important steps to ensure these objectives are achieved.
Definition of Terms
Behavior – “Behavior is the way of an individual’s acting towards people, society or
objects” (Usakli, 2018).
Group Counseling – “Involves a number of students working on shared tasks and
developing supportive relationships in a group setting” (ASCA, 2020, p.1).
Family – A family is considered two or more people related by birth, marriage, or
adoption living together in a household (Gladding, 2011).
Safe space – A place where anyone can relax and be fully self-expressed, without fear of
being made to feel uncomfortable, unwelcome, or unsafe on account of biological sex,
race/ethnicity, sexual orientation, gender identity or expression, cultural background, age, or
physical or mental ability; a place where the rules guard each person’s self-respect and dignity
and strongly encourage everyone to respect others (Advocates for Youth, 2005).
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Self-efficacy – “people's beliefs about their capabilities to produce designated levels of
performance that exercise influence over events that affect their lives” (Bandura, 1994, p. 71).
Single Parent Family – “Single-parent families are families with children under age 18
headed by a parent who is widowed or divorced and not remarried, or by a parent who has never
married” (Encyclopedia of Children’s Health, 2022, p.1).
Scope of the Project
The scope of this project is focused on students who have recently, or currently are,
dealing with a fracture to their family structure whether from divorce, death of a parent, or
incarceration. The focus is on students who were previously raised in a two-parent household
and now due to any of the three reasons stated above are living in a single-parent home. The
project does not address students who were born into a single-parent home. This distinction was
made to allow for school counselors to focus on students who are experiencing the unique
challenges, difficult questions, and feelings/emotions that are associated with the fracture in
parental structure at home. The template created in this project can be used as the foundation for
any of these three small groups. School counselors will be able to use this template to customize
the content delivered based on the focus of the small group.
This project includes guidelines for conducting small group counseling sessions with
students. Length of group sessions, recommended group norms, student agreement, and parent
participation approval letter are all included in this project. This project also provides materials
and weekly discussion prompts or activities to be used within the group sessions. Confidentiality
in the group will be discussed at the start of every session. Because sensitive topics may be
addressed in these groups, the idea that what is talked about in the group, stays in the group will
be heavily stressed. School counselors facilitating these group sessions should state that while
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confidentiality in the group is of the utmost importance, it cannot be guaranteed. School
counselors cannot control what other members of the group say and do. Also, school counselors
have an ethical responsibility to break confidentiality if talks of abuse or threats to hurt oneself or
others are brought up. Being upfront and direct with group participants about confidentiality and
informed consent should provide a solid foundation of trust in which the group can build from.
Parent approval may be a hindrance to the effectiveness of this project. Parents may not
want their children talking openly to others about what is going on in their homes and
relationships. Parent approval letters that outline the format of the group, content delivered, and
highlight the confidentiality agreement is one step that may minimize this obstacle. Additionally,
hosting a town hall type event that allows parents to voice their concerns and opinions, as well as
answer any questions they may have, is expected to limit this hindrance.
Identifying students that would fit the requirements for participation may prove to be a
struggle. Students may be experiencing divorce in their family but might not tell anyone. This
could also be the case for a student dealing with parent incarceration. Collaborating with teachers
and other school staff to identify what students might benefit from participation in the small
group will hopefully help overcome this obstacle. With the high student to counselor ratio that
affects so many school counselors, counselors may need to advocate for the implementation of
this project in their work schedules.
Limited support from administration may also obstruct the implementation of this project.
To garner the support needed to implement this project, school counselors can use the supporting
literature provided in this paper which highlights the benefits of small group counseling for
students. Additionally, school counselors should utilize the school data of the prospective
participants to demonstrate the need to implement this type of project.
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Chapter Two: Literature Review
Introduction
Students raised in single-parent homes due to divorce, parent incarceration, or parental
death, exhibit poorer behavioral choices, increased anxiety, stress, loneliness, and aggressiveness
(Herwig et al., 2004; Jackson, 2000). Addressing these problems in students requires a review of
the literature on small group interventions with students of these populations. The format of this
chapter first includes an exploration of the theoretical framework of this project. The chapter
then analyzes literature that is used to inform this project. The review of literature is divided into
three major themes: (1) divorce, (2) death of a parent, and (3) parental incarceration. Next, a
summary of key research findings is presented. Finally, a conclusion provides an explanation of
how the literature reviewed was used to inform the project description in the following chapter.
Theory/Rationale
School counselors design and deliver comprehensive school counseling programs to,
among other things, improve student achievement and behaviors, ensure students are equipped
with the tools necessary for postsecondary success, and close gaps between specific groups of
students (ASCA, 2019). Interventions created to support students of divorce, death, and
incarceration, as is the case with any school counseling program, must be grounded in theory.
This project focuses on two theoretical frameworks: (1) cognitive behavioral therapy (CBT) and
(2) trauma-focused cognitive behavioral therapy (TF-CBT).
Cognitive Behavioral Therapy
CBT, first developed in the 1960s by Aaron Beck, has since been extensively researched.
CBT has been found to be an effective treatment to use with children (Silverman et al., 2008)
and to address anxiety (Hans & Hiller, 2013). Garber (2015) stated that CBT is “focused on
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identifying and modifying the individual’s unwanted and maladaptive thoughts and beliefs
(cognitions) and behaviors in the context of a supportive professional relationship” (p. 97). The
goal of CBT is to solve problems of dysfunctional emotions, behaviors, and thoughts through
goal-oriented procedures. Interventions based in CBT use several strategies aimed to help
students notice and analyze their thoughts, emotional reactions, and behaviors (Lee & Edget,
2012). Students are challenged to employ these strategies to change thinking patterns and
behaviors.
CBT is a short-term treatment, often consisting of 10 to 12 weekly, one-hour sessions.
Being that CBT is a short-term treatment intervention, it is a great fit in the school setting as
most school counselors do not have the time or ability to conduct yearlong interventions due to
various factors including high caseloads and number of students needing support. A benefit of
CBT programs is in their ability to customize the strategies that are introduced and implemented
to fit the specific target issue. As stated previously, divorce, parental incarceration, and the death
of a parent are the target issues in the case of this project. Psychoeducation plays a large role in
all CBT programs. According to Lee and Edget (2012), “the main goal of psychoeducation is to
inform clients about the causes of their specific issue, and to familiarize them with the CBT
model: a relationship exists between individual’s thoughts, behaviors, and emotions” (p. 6).
CBT based interventions have been shown to significantly improve children with a
deceased parent’s childhood traumatic grief (CTG), depression, anxiety, and PTSD (Cohen et al.,
2006). Divorce focused small group interventions grounded in CBT theory have been found to
be effective in decreasing depression in children (Karami et al., 2012).
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Trauma-Focused Cognitive Behavioral Therapy
TF-CBT is an evidence-based treatment for children and adolescents who have been
impacted by trauma. Developed by Drs. Judith Cohen, Anthony Mannarino, and Esther
Deblinger, TF-CBT has been shown to be an effective treatment for various emotional and
behavioral difficulties associated with trauma experiences. The core tents of TF-CBT can be
summarized by the acronym CRAFTS: components-based, respectful of individual, community,
family, and cultural values, adaptable, family focused, therapeutic relationship centered, selfefficacy focused. CRAFTS is also used to identify potential areas of maladjustment. These
include cognitive problems, relationship problems, affective problems, family problems,
traumatic behavior problems, and Somatic problems.
TF-CBT is a skill-based intervention. It looks to provide children and caregivers the tools
to overcome current problems and equip them with the needed skills to deal with future
problems. The skills taught in TF-CBT follow the acronym PRACTICE: psychoeducation,
relaxation training, affective expression and modulation training, cognitive coping, trauma
narrative development and processing, in vivo exposure, conjoint parent-child sessions,
enhancing safety and future development. According to Cohen et al. (2012), “these components
generally remain the same regardless of trauma types, community environments, or setting
differences” (p. 9).
The overarching theme woven throughout TF-CBT is the “importance of building and
maintaining positive, trusting, collaborative therapeutic relationships” (Cohen et al., 2012, p. 22).
Divorce, parental incarceration, and the death of a parent can all be traumatizing experiences for
children. TF-CBT theory can be utilized as a theoretical foundation on which school counselors
design and deliver support interventions for these students due to the “strong empirical support
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for improving PTSD, depressive, anxiety, behavioral, cognitive, relationship, and other
problems” (Cohen & Mannarino, 2015, para. 43).
Research/Evaluation
The research analyzed in this section focuses on the use of small group counseling
interventions used with students of divorce, the death of a parent, and/or parental incarceration.
Each of these populations have unique needs and are crucial to the reasoning behind the project
components explained in Chapter Three.
Divorce
Given the prevalence of divorce in the United States, school counselors are sure to have
students that are experiencing the divorce of their parents. Loers and Prentice (1988) investigated
whether a small group counseling intervention, using specific divorce related material, for
students whose parents are divorced would influence student behavior. In their study, 14 second
grade students whose parents had been divorced anywhere from three weeks to a year were
participants in the experimental group. A control group consisting of seven second grade
students with two being from divorced families and five being from intact families was used.
One half of the experimental group was placed in an interpersonal problem-solving group with
the content being specific to divorce. The second half of the experimental group participated in
small groups with a general problem-solving curriculum. Their results show that small group
counseling using specific divorce related materials was found to be a more effective intervention
than small groups using general problem-solving materials. Students that were exposed to
divorce related content showed a significant decrease in both somatic and verbal complaints.
However, there was no significant difference noted in the amount of temper outbursts in
students.
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Other research lends insight into the benefits of small group counseling with divorced
focused content for students. Omizo and Omizo (1988) looked to study the efficacy of small
group counseling for students from divorced families. The authors specifically looked at whether
participation in these group sessions had an impact on students’ self-esteem and locus-of-control
orientations. Their participation pool came from 120 students, who expressed interest in
participating. From that student pool, 30 were randomly selected for the experimental group and
30 were randomly selected for the control group. Pre and post-test instruments were used to
gather data on student’s locus-of-control orientations and self-esteem. The treatment consisted of
ten sessions led by a trained counselor as the group facilitator with a focus on divorce specific
content.
Participants of the control group watched National Geographic films not focused on
divorce related content. The results showed a significant difference among students in the
treatment and control groups. Students who received treatment had higher levels of self-esteem
and possessed a more internal perception of locus-of-control orientation. Omizo and Omizo
(1988), noted that the increase in self-esteem is important because the role that self-esteem plays
in a student’s academic, social, and emotional success. This authors argued that the success of
these group counseling sessions is because they provide students with the ability to be aware and
express one’s feelings, give and receive positive feedback, and know that they are not alone in
their experiences and feelings.
Pedro-Carrol et al. (1992) created an intervention to help students dealing with divorce.
The Children of Divorce Intervention Program (CODIP) aimed to address the emotional and
behavioral problems students may have when their parents are divorcing. The program has
specific goals, which include providing a supportive group environment for students, help
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students in identifying and expressing their feelings, increase understanding of divorce related
concepts and nullify misconceptions, develop skills in social problem solving, communication,
and appropriate expressions of anger. The program also aimed to improve students’ positive
perceptions of themselves, and foster communication between parent and student. The
intervention group met for 14 sessions.
The first four sessions were focused on fostering a safe, supportive group environment, as
well as allowing students to share their feelings and experiences related to divorce. Sessions five
to eleven were focused on the building of adaptive coping skills and resiliency enhancement. In
this section of the intervention the goal is to help students apply social problem-solving skills to
their daily lives. The goal of students building these skills is to help relieve some of the stress
and anxiety of the divorce process. The final three sessions deal with self-esteem and what
happens when the group sessions are finished. Students focus on building and recognizing their
unique strengths and identify support systems they now have around them. The results of the
CODIP intervention were promising. The authors found that participation in the group led to
better student adjustment. Furthermore, students reported less anxiety and fewer negative
perceptions about themselves and their families. The findings also showed that students had a
better understanding about situations that they could and could not control. One weakness of this
study is that the participants were only fourth grade through sixth grade students because of this
the results cannot be generalized to students across all grade levels.
Klein Velderman et al. (2022), researchers in the Netherlands, looked to analyze the
effects of the Children of Divorce Intervention Program on children of divorce age six to eight.
The study included 104 students who received treatment, 37 children with divorced parents who
did not receive treatment, and 138 children who did not have divorced parents. The outcome
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measures of the study related to students’ positive functioning, behavioral and emotional
problems, and overall well-being. Pre- and post-test data was collected to assess change in
mother-reported outcome and differences in group leader reports. Mother-reported results of the
CODIP intervention showed an increase in positive functioning and a decrease in children’s
emotional and behavioral problems. Group leader reported pre- and post-test differences echoed
the results of mother-reported scores. The findings of this study support those of Pedro-Carrol et
al. (1992) and demonstrate the effectiveness of CODIP interventions to help support children
dealing with the divorce of parents.
Sanders and Riester (1996) conducted a similar intervention that focused on helping
students deal with the divorce of parents. The group met for weekly 30-minute sessions for a
total of ten weeks. A goal of this intervention was to improve students’ understanding of divorce
and gain insight into their thoughts and feelings regarding divorce. Building coping skills in
students to help them deal with problems caused by their parents’ divorce was a second goal of
this intervention. The authors did not specify what content was delivered in each session. They
provided guidelines for what each session might include. Content of each session could range
anywhere from what is divorce, coping with feelings, or navigating familial changes. When
authors analyzed the effectiveness of the intervention, they found that participants showed an
improvement in peer relations. Results also showed participants feelings about divorce were
normalized. This helped students feel more self-confident in interactions with their peers. This
intervention was only delivered to fifth grade students, which could be a possible weakness to
this study.
Additional research has been conducted to measure the effectiveness of counselor-led
small groups with children of divorce. Anderson et al. (1984) conducted a study to assess the
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effects of divorce focused small groups on students’ academic performance, behavior, and
attitudes toward divorce. Participants were from eight separate elementary school locations in
North Carolina. Students in grades three through six were the subjects of this intervention. In this
study, 84 students were randomly assigned to either the treatment group or the control group,
with 52 placed in divorce small groups and 32 students to serve as the control group. Pre- and
post-test data were collected for all students in four areas. The four categories were attitude
towards divorce, conduct scores, classroom behavior, and grades in mathematics and language
arts.
School counselors led eight 45-to-60-minute sessions with students. Sessions included
discussions of feelings towards divorce, the role playing of new behaviors, and building of new
relationship skills. In examining the effectiveness of this divorce group intervention, the authors
found that participants in the small groups showed significant changes in two of the four
variables measured. Students showed improved attitudes toward divorce and classroom conduct
grades. No significant changes in student’s classroom behavior scores or mathematics and
language arts grades were found. A weakness of this study is that it was conducted nearly 40
years ago. While this research is older it does highlight the possible benefits to students of
participating in divorce focused small groups.
The literature on divorce focused small group interventions extends outside the United
States. Molgora et al. (2017) conducted a study to determine the effectiveness of divorce group
interventions with students in Italy. The overarching goals of their study were to “enable children
to put words to their parental separation experiences and to share their thoughts and feelings, as
well as develop coping strategies” (Molgora et al., 2017, p. 136). The intervention group size
was a maximum of eight to ten students. The group was designed for students aged six through
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twelve, but the authors note the ability to adapt the program to use with 13- to 18-year-old
students as well. The intervention schedule consisted of weekly two-hour meetings for four
weeks total. 40 students participated in the group intervention. The first three sessions were
conducted solely with students. Parents were invited to join during the last hour of the fourth
session. Each session addressed specific divorce related problems, including conflict, power, and
quality of relationships. Discussion amongst group members and nonverbal materials and
activities were used to deliver content in the group. These materials allow students to gain a
deeper understanding of their situations and promote event processing. They also provide
students with feedback, comparison, and an avenue to express their thoughts and feelings. Pre
and post test data was collected from students completing the Multidimensional Self-Concept
Scale (MSCS; Bracken, 1996).
The Strengths and Difficulties Questionnaire (SDQ; Goodman, 1997) was administered
to each parent. The results of the intervention showed that two-thirds of participants saw an
increase in self-esteem scores. 23 percent saw no change in self-esteem and 10 percent of
students’ self-esteem decreased. The SDQ results show that 90 percent of parents’ scores did not
change at all. This study provides encouraging results on how self-esteem can be increased
through small group counseling with students of divorce. However, the length of the intervention
is a possible weakness. Another aspect to consider that may have altered findings is possible
subject bias in reporting self esteem scores among participants.
Death of a Parent
The death of a parent is a turbulent period in any child’s life. Huss and Ritchie (1999)
found that children dealing with the loss of a parent are likely to experience depression, loss of
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self-esteem, and exhibit inappropriate behaviors. Students experiencing the death of a parent can
benefit from group counseling interventions in a school setting.
Sandler et al. (2003) investigated the effectiveness of the Family Bereavement Program
(FBP) intervention for students aged 8 to 16. The FBP intervention involved separate groups for
caregivers and children. Participants of this study included 156 families and a total of 244
children/adolescents, who were randomly assigned to the FBP intervention or a self-study
comparison group. The self-study group was given three books about grief and a worksheet to
guide their reading. The intervention was structured into 12, two-hour sessions, with four
sessions being a conjoined group of caregivers and children together. Active learning strategies
were used to teach skills in the program. Students and caregivers were tasked with identifying a
personal goal they wanted to accomplish throughout the program. Participants were asked to
apply program skills learned at home after each session.
Each session had a common structure of discussion of at home skills practice, assessing
progress to achievement of personal goal, the teaching of a new program skill, practice new skill,
and the assigning of skills to practice at home. Topics covered in the FBP children/adolescent
group included positive and active coping skills, negative esteem and threat appraisal, adaptive
control beliefs, and adaptive emotional expression. Results showed that participation in the FBP
intervention led to improvements in many categories for both caregivers and students. Increases
in positive parenting and a reduction in caregiver mental health problems and negative events
were found in the caregiver group (Sandler et al., 2003). As for students who participated in the
FBP group, results showed an increase in positive coping skills, and decreases in inhibition of
emotional expression. Students also showed an improvement to their adaptive control beliefs.
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Tonkins and Lambert (1996) conducted an empirical study on the effectiveness of an
eight-week intervention group for bereaved children. Participants in the study were seven- to
eleven-year-old students who had a parent or sibling die. Students were randomly placed in
either the treatment group or a waiting-list control group. Following the eight-week intervention,
students who received treatment saw a significant decrease in negative feelings and grief
symptoms, such as depression, anger, and social withdrawal. The study shed light on the
usefulness of small group counseling interventions to help students cope with the death of a
parent or sibling.
Moore and Herlihy (1993) published an article that outlines the format and process of a
six-session group counseling intervention for students who have experienced the death of a
parent. The authors note that in forming the group, collaboration with school administrators,
teachers, and other counselors is needed to identify students who could benefit from the group.
Prior to the start of the group, school counselors should meet individually with prospective
participants. This is done to understand the student’s situation, build rapport with the student,
and provide the student with information about the group. The authors recommend a group size
of six to eight students. Letter of permission should be sent home to ensure parents were onboard
with their children participating in the group intervention.
Moore and Herhily (1993) provided a session-by-session outline that can be followed, or
adapted, when conducting this small group intervention. The first session begins with
introductions and establishing group rules, confidentiality, and group norms. Students are
encouraged to share their story. The who, how, and any other details they want about how their
parent passed away. Because this first session can be difficult and emotional, for both students
and counselors, the authors recommend using time at the end of the session to achieve closure.
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This can be done through guided imagery activities or deep breathing exercises. Students are also
invited to step out of the group at any time to collect their thoughts and emotions, if need be.
The second session focuses on stages of grief. Feelings of denial, anger, and depression
are discussed. Through discussion of these topics, students may find it comforting knowing they
are not alone in their feelings. The group discussion then moves toward feelings of acceptance.
The school counselor must be cognizant of the fact that some students have accepted the death,
while others may have not. During this session, school counselors should emphasize the idea that
grieving is individual, and the stages of bereavement often do not progress in an orderly fashion.
The third session is focused on the events after the death. Discussions about parents’ funerals are
encouraged. In this session, students are encouraged to talk about what happened when they
returned to school and peer interactions following the death.
The content of the fourth session is related to the changing family structure. Student
discussions focus on new responsibilities, blended families, and parental dating. Moore and
Herhily (1993) noted that parental dating is a major concern among students in this session. In
the fifth session, family rituals are talked about. Students discuss going to the cemetery, as well
as family holidays and the struggles students faced during those times. The final session is used
to provide closure to the group. In this session, students are asked to evaluate their experience in
the group and provide possible areas for improvement. Students are also encouraged to lend
support to other students who may be going through similar situations. Overall, Moore and
Herhily stated that this group intervention was found to be beneficial for both students and
counselors. This article provides school counselors with a solid foundation and structure to build
their own parental death focused small groups.
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Abuhegazy (2017) looked to analyze whether support groups for parentally bereaved
children had any effect on students’ self-concept, and symptoms of anxiety and depression.
Study participants included 120 seventh and eighth grade students from four schools in Cairo,
Egypt participated in the study. Participants were randomly assigned to the treatment group or
the control group. There were 60 students were placed in each respective group. Subjects of the
treatment group were split into groups of 8 to 12 students. The group intervention consisted of
weekly meetings for a 12-week duration. Student anxiety, self-concept, and depression data was
collected through self-questionnaires prior to and following the 12-week intervention. Upon the
completion of the support group intervention, the authors found self-concept scores increased,
and students’ anxiety scale scores and depression inventory scores decreased. Subjects in the
control group reported no significant changes on their scores for the self-concept scale, anxiety
scale, and depression inventory scores. A notable weakness of this study is in its use of selfreported questionnaires to measure the effectiveness of the intervention. It is possible that subject
bias tainted the results of this study. Students could have been dishonest in their self-reporting
which could hurt the validity of this study.
Further recommendations for implementing bereavement centered group counseling are
provided by Samide and Stockton (2002). The authors described what a model grief group
counseling might include. They provided guidelines and methods for school counselors to use
when implementing an intervention of this type. The authors explained the importance of solid
planning when it comes to small groups. The need for administrative and faculty support and
approval is a critical first step. School counselors must consider the development level of the
prospective participants. Samide and Stockton recommended limiting group size to four to eight
students. Length of the group is also a variable to consider. The authors recommended
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interventions run for at least eight weeks, which echoed the findings of Springer et al. (2000).
Springer et al. (2000) argued that when asking for parents’ permission for their child’s
participation, it is best to do so in person. This allows counselors to analyze the parents’ body
language and comfort levels. Individual meetings with both students and parents are encouraged
to be conducted prior to the group’s start. The authors discussed the need for deliberate
structuring in the group, especially when working with younger student populations.
A survey of counselors conducted through Counselortalk found that the need for
flexibility in group curriculum was important. Counselors should be aware that students have a
low tolerance for painful affect and will relief from the difficult conversations and content. The
authors outlined an example of what an eight-session bereavement group looks like. In session
one, the focus is on identifying and exploring participants feelings. Session two delves into death
education. This session provides information about death to students and hopefully relieves some
of their anxiety, while broadening their vocabulary to be used in future sessions. Session three
provides participants with the opportunity to share memories of the parent they lost. The authors
recommend having participants create picture collages of all the things that remind them of the
deceased. In session four, familial and life changes are discussed. Participants are encouraged to
draw a before and after picture of their family and discuss amongst the group the things that are
different and the things that have stayed the same. Grief education is the main objective of
sessions five and six. Counselors introduce a lesson on the stages of grief. Group discussion
about coping skills is included. This allows for students to learn from one another and share what
skills have worked for them and which haven’t. The seventh session revolves around the process
of letting go. Different activities that might be used include the letting go of balloons outside, or
the use of visualization techniques that students can use when they feel the need to say good-bye
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to the deceased. Session eight is the conclusion of the group. The authors noted that counselors
should be cognizant of the fact that the end of the group can be another significant loss to
students. Students are encouraged to discuss their feelings that are associated with the end of the
group and counselors must be sure to remind participants of the support network available to
them.
Parent Incarceration
Parental incarceration affects an estimated 1,473,700 children nationally (Maruschak et
al., 2021). According to Warren et al. (2019) children suffer emotionally, mentally, physically,
and academically when they lose a parent to prison or jail. The literature highlights possible
interventions and recommendations for school counselors to address the challenges these
students face.
Warren et al. (2019) noted recommendations and resources at school counselor’s disposal
to better support children with an incarcerated parent. The authors suggested that school
counselors collaborate with community stakeholders, social workers, and other child advocates
to identify students who have incarcerated parents. Additionally, building and maintaining
trusting relationships with students’ parents and/or guardians is crucial to identifying what the
needs of these students are. School counselors are encouraged to conduct individual needs
assessments with students to assess their anxiety, depression, social problems, and behavioral
issues. The authors recommended implementing small group counseling sessions for students
who exhibit unhealthy emotions and behaviors. Warren et al. argued that the use of bibliotherapy
and expressive art strategies can be used with students to help them understand their experiences
and work through their thoughts and feelings about parent incarceration.

25
King-White and Jefferies (2019) conducted a quasi-experimental study to gauge the
effectiveness of an eight-session group counseling intervention. The authors implemented the
Children Having Incarcerated Parents Succeeding (CHIPS; King-White & Lipford-Sanders,
2007) model. The study focused on attendance, academic achievement, aggressive behavior, and
self-esteem of students with an incarcerated parent. Pre- and post-test instruments were used to
collect student data. Student self-esteem was measured using the Rosenberg Self-Esteem scale
(Rosenberg, 1965), and aggressive and delinquent behaviors were measured using the Child
Behavior Checklist (CBCL; Achenbach, 2001).
The control group consisted of students with an incarcerated parent that did not receive
the CHIPS intervention. The experimental group participated in the CHIPS model and was
composed of students with an incarcerated parent. All participants were middle school students.
All sessions followed a similar format of topic introduction, check-in, activity, and discussion.
The results showed a slight increase in student self-esteem following the CHIPS intervention, as
well as a decrease in CBCL scores. King-White and Jefferies (2019) noted that they found the
students who participated in the CHIPS intervention were able to communicate their thoughts
and emotions about what type of support they need when their parent is incarcerated. A
weakness of this study is that it was conducted at a single school. Additional studies with diverse
participants are recommended to generalize these findings.
Lopez and Bhat (2007) created a support group intervention for students of incarcerated
parents. The authors provide a theoretical framework, guidelines, and recommendations to
school counselors when implementing a small group, parental incarceration intervention. The
primary objectives of this support group were to give students a space, supportive environment
to discuss their thoughts and feelings surrounding the incarceration of a parent. The group
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focused on delivering information about parental incarceration to students, ensuring students
understood they were not alone in their thoughts and feelings, and reducing confusion and
stigmas that surround parental incarceration. The intervention was designed for third through
fifth grade students. Participants were identified by parents, teachers, and school counselors as
struggling to cope with the incarceration of a parent and/or exhibiting poor behaviors like
aggression, loss of self-esteem, defiance, and antisocial behavior. The intervention was
conducted for eight, 40-minute sessions. The sessions were shaped around three major themes:
forming and fostering trustful relationships, understanding feelings, and building new coping
skills. Verbal feedback and journal notes of students following the final session revealed that
students found the experience helpful. The lack of formal assessment of how students are
different as a result of the support group is a weakness to this study. The use of measurement
instruments to collect student data is recommended by the authors when implementing an
intervention of this type. Another weakness of this study is in its limited time frame of eight
weeks. The briefness of this intervention possibly hindered the group’s ability to build and
develop trust amongst participants.
Springer et al. (2000) were also interested in possible interventions to help students with
incarcerated parents. The authors conducted a study with two objectives in mind. The first was to
describe a group intervention that can be used with students of incarcerated parents. The second
goal that the authors looked to accomplish was to the effects that this group intervention had on
Hispanic elementary students’ self-esteem. Ten total students were the subjects of this study.
Five were placed in the experimental group and five in the control group. Pre-test and posttest
evaluation instruments were used to evaluate the effectiveness of this six-session intervention.
Prior to the first session, facilitators met with each student individually to establish the purpose
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of the group, what to expect, and help each student pick out an individual goal for themselves.
The first two sessions consisted of building trust amongst group members and establishing group
rules and norms. In the third session, students began to self-disclose their thoughts and feelings
as they were feeling more comfortable in the group. The fourth and fifth sessions saw students
engage in deep, lengthy discussions surrounding parental incarceration and the aspects of their
lives that have been affected. The results of the intervention showed that self-esteem scores of
students in the treatment group increased. The self-esteem scores of students in the control group
showed no change. These results are encouraging; however, the authors do the length of the
study as a possible weakness. They argue that significantly affecting a student’s self-esteem is
difficult in such a short period of time. This study highlights the usefulness of group
interventions focused on parent incarceration for students while also recommending that these
interventions should be lengthier than six sessions.
Lopez and Burt (2013) provided school counselors with a creative group counseling
approach to use with children of an incarcerated parent. This proposed group counseling
intervention used imagery and bibliotherapy to address students’ social and relational issues.
Social support systems, coupled with increased self-efficacy are vital to students’ growth and
development (Bandura, 2008). The authors state that the primary goal of their group intervention
is to “increase children’s social and relational competencies” (Lopez & Burt, p. 401). To
accomplish this goal, participants must hit multiple objectives throughout the course of the
intervention. These objectives include: diminishing the social stigma surrounding parental
incarceration through open discussion of participants thoughts and feeling, improve student’s
self-esteem by creating a welcoming, accepting environment, using bibliotherapy and
collaborative exercises to empower students, the use of role play to social, relational, and
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behavioral decision making, and finally, role-modeling and positive interactions used to promote
participants building of healthy relationships outside of the group. Groups are comprised of six
to ten students ranging anywhere from second to fifth grade.
Lopez and Burt (2013) stressed that counselors should explicitly discuss group rules, the
purpose of the group, and confidentiality at the beginning of the first session. This helps to build
a trusting and safe environment for students. The first session is centered around relieving
anxiety within the group. Students complete collaborative exercises to get to know one another.
The second session builds upon the progress made in the prior session. Students continue to build
relationships and trust within the group. Activities in this session allow students to express how
they feel and view themselves. The authors suggest an activity that involves students writing a
fear that they have on a small piece of paper and putting it into a hat. The counselor then reads
them allowed and invites students to discuss the topic. The content of sessions three and four is
focused on identifying social support systems, recognizing personal strengths, building selfesteem, and decreasing feelings of loneliness and isolation. Session five and six focus on putting
it all together. Objectives of these final two sessions include building trusting relationships and
social support structures outside of the group. In addition, students develop increased selfawareness and social skills in these sessions. The authors recommend the use of evaluation
instruments to properly assess how or if students are different as a result of the intervention.
Summary
Divorce, the death of a parent, and parental incarceration are possible reasons a child may
be raised by a single parent. These students often exhibit poorer behavioral choices, increased
anxiety, stress, loneliness, and aggressiveness (Herwig et al., 2004; Jackson, 2000). There are an
estimated 23,756,000 children being raised in single-parent households (KidsCount Data Center,
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2020). The challenges these students face can be addressed through small group counseling
interventions delivered by trained school counselors.
Small group counseling interventions must be grounded in theory. Two leading theories
emerged in the literature and have been shown to be effective when used with children and
adolescents. The two theories that informed the research of this project are CBT and TF-CBT.
CBT focuses on identifying and modifying an individual’s unwanted and maladaptive thoughts,
beliefs, and behaviors in the context of a supportive professional relationship (Garber, 2015). TFCBT is a skill-based intervention. The overarching goal is to provide children and caregivers the
tools to overcome current problems and equip them with the needed skills to deal with future
problems. TF-CBT based interventions can be adapted to fit the desired target issue and
empirical evidence has shown TF-CBT focused counseling interventions can improve PTSD,
cognitive, anxiety, behavioral, depressive, relationship, and other problems (Cohen &
Mannarino, 2015).
Small group interventions with children of divorce have been shown to result in many
positive outcomes for participants. Divorce group counseling can lead to increased self-esteem
among students (Omizo & Omizo, 1988). Boosting students’ self-esteem is important as selfesteem plays a large role in a student’s social, emotional, and academic success. Empirical
evidence supports that small group divorce counseling can decrease anxiety in students and
negative perceptions held of themselves and their family (Pedro-Carrol et al., 1992). Increased
self-confidence in peer relations, the normalization of feelings about divorce, and building of
coping skills needed to navigate situations surrounding divorce were the results of a small group
divorce focused intervention (Sanders & Riester, 1996). Furthermore, improved behaviors and
decision making has been noted as a benefit of divorce focused small groups (Anderson et al.,
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1984). The literature highlights many benefits and positive outcomes for students as a result of
participation in small group counseling interventions with a focus on divorce related content.
Huss and Ritchie (1999) found that children dealing with the loss of a parent are likely to
experience depression, loss of self-esteem, and exhibit inappropriate behaviors. The literature on
small group interventions for children of deceased parents reveals various benefits and positive
outcomes. One such intervention, the Family Bereavement Program (FBP), found that
participants showed an increase in positive coping skills and an improvement in adaptive control
beliefs, while also decreasing inhibitions of emotional expression. Similar interventions can be
used to decrease negative feelings and grief symptoms like anger, social withdrawal, and
depression in students (Tonkins & Lambert, 1996). Students’ self-concept can also be improved
through small group counseling interventions (Abuhegazy, 2017).
Parental incarceration is another leading cause of students being raised in single parent
homes. The literature offers promising results when conducting small group counseling sessions
for students of parental incarceration. Self-esteem of group participants can be improved through
parental incarceration focused interventions (Springer et al., 2000). King-White and Jefferies
(2019) implementation and execution of Children Having Incarcerated Parents Succeeding
(CHIPS) program resulted in the decrease of aggressive and delinquent behaviors among
participants.
The overwhelming majority of studies conducted on small group interventions for
students of either divorce, deceased parents, or parental incarceration report positive benefits to
students that participate. Increased self-esteem, self-concept, and coping skills are all positive
effects reported of participants. Furthermore, the decrease in maladaptive behaviors and thoughts
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as well as depression and anxiety are well documented student outcomes of small group
counseling interventions.
Conclusion
This review of the literature demonstrates that students can greatly benefit from
specialized small group counseling interventions. It highlights that school counselors can and
should implement small group counseling programs for students of divorce, parent incarceration,
and children with a deceased parent. Evidence shows that students being raised in single parent
households are more prone to exhibit poorer behavioral choices, increased anxiety, stress,
loneliness, and aggressiveness (Herwig et al., 2004; Jackson, 2000). These issues must be
addressed, and small group counseling interventions have been shown to have significant success
at doing so. Empirical literature findings show that small group interventions with students of
divorce, a deceased parent, or incarceration, can increase self-concept and self-esteem (Springer
et al., 2000; Abuhegazy, 2017; Omizo & Omizo, 1988). Students build positive coping skills
(Tonkins & Lambert, 1996) and self-confidence in peer relations (Sanders & Riester, 1996).
Additional, student outcomes as a result of small group counseling interventions include
a decrease in maladaptive behaviors and thoughts (King-White & Jefferies, 2019) as well as
depression and anxiety (Pedro-Carrol et al., 1992; Tonkins & Lambert, 1996). CBT and TF-CBT
are two evidence-based theoretical frameworks from which these small group interventions can
be viewed. CBT focus is rooted in identifying and modifying an individual’s unwanted and
maladaptive thoughts, beliefs, and behaviors (Garber, 2015). TF-CBT provides students with the
necessary tools needed to make positive changes in their lives, to overcome problems both
current and in the future. Empirical evidence of counseling interventions with the theoretical

32
framework of TF-CBT has been linked to improvement in PTSD, cognitive, anxiety, behavioral,
depressive, relationship, and other problems (Cohen & Mannarino, 2015).
The theories and research discussed in Chapter Two provide the foundation and
framework for this project. Chapter Three discusses this project and details its components.
Specifically, this next chapter includes a description of the project components, the plan for
project evaluation, anticipated project conclusions, plans for implementation, and the appendices
described in the project components. The project described in Chapter Three is based on the
research described in Chapter Two, and as a result is created from a theoretical perspective.
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Chapter Three: Project Description
Introduction
Students may be raised in a single parent household for several reasons. Parental divorce,
the death of a parent, and incarceration are all examples of situations that may result in children
being raised by a single parent. Students raised in single-parent homes exhibit poorer behavioral
choices, increased anxiety, stress, loneliness, and aggressiveness (Herwig et al., 2004; Jackson,
2000). As a solution to this problem, I am proposing the implementation of a counseling small
group program. The goal of this small group counseling program is to build self-efficacy and
emotional/social coping skills in students who have experienced a fracture in their parental
structure. The project description is organized in an easy to digest, straightforward manner.
First, the project components are explained, including details on the formation and format
of the small groups, and the content delivered in each meeting. Second, a discussion focused on
how the project should be evaluated, how the effectiveness of the project should be gauged, and
ways in which the project would be deemed successful. Third, project conclusions are
highlighted, with reference to prior research and what conclusions can be drawn as a result.
Lastly, plans for implementation are presented.
Project Components
There are nearly 24 million children being raised by a single parent in the United States
(KidsCount, 2020). A great number of these students are being raised by a single parent due to
divorce, the death of a parent, or parental incarceration. Small group counseling has been shown
to help students gain self-efficacy and realize they are powerful and capable of choosing positive
behavior and thoughts (Association for Behavioral and Cognitive Therapies [ABCT], 2021). In
addition, group counseling settings can provide supportive environments to students. These
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settings can help to reduce anxiety in students when they realize that they are not alone in their
concerns (Tomori, 1995). Students who experience any sort of change to family structure have
poorer behavioral outcomes than students who come from stable, two-biological parent
households (Ryan et al., 2013). This highlights the importance and need to support students
experiencing such changes in parental structure. This project provides school counselors with a
customizable template to reference when organizing and leading small groups focused on either
divorce, the death of a parent, and incarceration. The project’s objective is to build self-efficacy
and emotional/social coping skills in students to better cope with and navigate their unique
situations. Counselors in middle and high schools around the country can use this guide. Project
components, with references to appendices, are explained below.
This small group counseling guide includes discussion prompts and materials that can be
used by counselors when facilitating sessions. The small group meets for seven consecutive
weeks, with each meeting being roughly 30 minutes long. Prior to the first session, the student
participation agreement form (Appendix A) should be reviewed and signed by all participants in
the group. Counselors will meet with each perspective participant individually to review the
student participation agreement and answer any questions or concerns students might have.
ASCA (2016) stated that informed consent and explaining limits of confidentiality is an ethical
standard that school counselors are held to. Additionally, participants should return a signed
parent/guardian permission form (Appendix B) before the start of the small group. Obtaining
parental permission for participation in the small group is important. According to ASCA (2016)
school counselors must “recognize their primary ethical obligation for confidentiality is to the
students but balance that obligation with an understanding of parents’/guardians’ legal and
inherent rights to be the guiding voice in their children’s lives” (p. 2).
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The measurement tools chosen for evaluation were done so because of their
straightforward and easy to digest nature. These pre- and post-tests can be administered by
school counselors and provide a system of measuring group members progress in coping skills,
self-efficacy, and emotional awareness from the start to the end of the small group intervention.
The coping skills pre and post-test (Appendix C), GSES (Appendix D), and the EAQ (Appendix
E) are all free and easily accessible for school counselors to use. The objective of this project is
to improve students’ self-efficacy, emotional awareness, and coping skills. Thus, these
measurement tools should be administered as pre- and post-tests.
A template for group norms and rules (Appendix F), that is customizable to fit the unique
needs of a specific group is provided and should be discussed amongst the group in the first
session. When completing this, the counselor should discuss the importance of confidentiality
with the group while emphasizing to group members that the school counseling alone cannot
guarantee confidentiality, remind members of the agreement each member signed prior to the
start of the group, explain confidentiality limits, and what happens if confidentiality is breached.
An outline of each session is provided in (Appendix G). This template is not meant to be
concrete, but rather provide a foundation from which school counselors can customize and
manipulate content to fit the specific small groups needs. Various materials are included and free
to use for school counselors. These materials include: the Skittles sharing activity (Appendix H),
stages of grief worksheet (Appendix I), family responsibilities worksheet (Appendix J), coping
skills PowerPoint (Appendix K), my coping skills worksheet (Appendix L), and the skills to try
worksheet (Appendix M). These materials can be customized by school counselors and serve as
possible materials school counselors can use when facilitating small group counseling sessions
for children who are experiencing a fracture in their parental structures.
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The collection of data is crucial to the evaluation of comprehensive school counseling
programs. This data can be used to demonstrate the impact a specific intervention had on
students (ASCA, 2019). In this project, the results of students’ pre- and post-test scores (i.e.,
Appendix C, Appendix D, Appendix E) will serve as a useful way to collect student perception
data. The student attendance sheet (Appendix N) is intended to be used for record-keeping and to
gather process data. The student evaluation sheet (Appendix O) measures students’ satisfaction
with the small group, asks them to reflect on what they have learned from the group sessions,
changes they have noticed in themselves and their lives, and suggestions for improvements to the
small group.
Project Evaluation
A comprehensive school counseling intervention should include a process of evaluation.
Through this process, school counselors can gauge the effectiveness of an intervention and note
how students were affected. This project’s effectiveness will be evaluated through the
analyzation of process, perception, and outcome data. The attendance sheet will be used to obtain
process data on the number of students in small group sessions, length of sessions, and the
number of meetings. These will also serve as physical records that small group meetings
occurred. The effect of the small groups on participants, or perception data, will be collected
through pre- and post-tests (i.e., Coping Skills, GSES, and EAQ), as well as the student
evaluation sheet. Student outcome data will be collected through student behavior records and
teacher feedback, along with follow up interviews with participants. If students’ behavior, both
emotionally and socially, improves upon completion of the small group sessions it could be an
indicator of the success of this project. The success of this project will be measurable. If the
project is deemed to be a success, students are expected to show increases in their
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social/emotional coping skills as measured by the Coping Skills and EAQ tools and self-efficacy
scores as measured by the GSES instrument from pre- to post-test.
Project Conclusions
Parents and family play a very important role in the growth and development of children
(Ahiaoma, 2013), because of this a fracture in parental structure can be a turbulent period in any
child’s life. Research has shown that the loss of a parent from divorce, death, or incarceration
can negatively affect children. Ryan et al. (2013) found that that student who experience any sort
of change to family structure have poorer behavioral outcomes than students who come from
stable, two-biological parent households. Additionally, evidence shows that students being raised
in single parent households are more prone to exhibit poorer behavioral choices, increased
anxiety, stress, loneliness, and aggressiveness (Herwig et al., 2004; Jackson, 2000). Because of
the unique situations and additional stressors these students face, the classroom is not an ideal
place to best support these students. However, school counselors are both qualified and equipped
to address these problems through the formation and implementation of divorce, death of a
parent, or incarceration specific counseling small groups. Prior research has demonstrated how
situation specific small group counseling can be used to support students experiencing a parental
structure fracture. These small group counseling sessions can help students grow self-esteem and
self-efficacy (Abuhegazy, 2017; Omizo & Omizo, 1988; Springer et al., 2000), build coping
skills (Tonkins & Lambert, 1996), and self-confidence (Sanders & Riester, 1996). Based on
these findings, it is anticipated that the benchmarks for success detailed above will be met by
each participant.
CBT and TF-CBT, outlined in Chapter Two, provide the theoretical framework for this
project. Both theories are based upon the idea that if students have the necessary tools and skills,
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they can identify and modify unwanted and maladaptive thoughts, beliefs, and behaviors, and use
them to overcome problems both current and in the future. Throughout the small group sessions,
it is expected that students will develop these tools and apply them to change their thinking,
emotions, and/or behaviors in their lives. Students often do not possess the ability to navigate a
fracture in parental structure successfully and smoothly and these situations can negatively affect
students both behaviorally and socially/emotionally. Small group counseling interventions can be
used to support students during these times and provide them with the knowledge, skills, and
tools they critically need.
This project does not answer the question of how to improve the self-efficacy, coping
skills, and social/emotional awareness of all students being raised by a single parent. Being that
this is a small group intervention, the number of students this project can impact at a given time
is relatively small. However, given the shorter duration of this counseling group, school
counselors could possibly run two small groups per semester, thus reaching more students in
need. Perhaps school counselors who see the impact a project like this has on students
experiencing divorce, the death of a parent, or parental incarceration will be encouraged to
expand this project to all students of single parents.
Plans for Implementation
This project is intended to be used by middle and high school counselors to form,
facilitate, and evaluate counseling small groups for students experiencing divorce, the death of a
parent, and/or parent incarceration. School counselors will collaborate with teachers and other
school staff for recommendations of students who fit the criteria and may benefit from
participation in the small group. The intended small group size is between six to ten students.
Prior to the start of the group sessions, school counselors will ensure that students’
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parent(s)/guardian(s) sign permission slips authorizing their student’s participation in the small
group. Participants must also complete participation agreements which explain confidentiality
and its limits, and complete the coping skills, GSES, and EAQ pre-test measurements. Upon the
completion of the seven-week intervention, the school counselor will administer the post-test
measurements and student evaluation form. School counselors should schedule individual checkin meetings with each small group participant two to three weeks after the conclusion of the
small group. The timing of when these meetings should take place is flexible to fit the school
counselor’s and student’s schedule.
After school counselors have had time to gather and analyze the process, perception, and
outcome data, they will prepare a one-page flyer of the intervention’s results to be shared with
other school counselors, teachers, administrators, the school board, parents, and other community
stakeholders. This information will demonstrate the effectiveness and benefits of the school
counseling program, as well as highlight the importance of supporting this student population in
our schools. These data will also help in identifying and recruiting new participants for small
groups in the future. The project will be shared with other school counselors through
presentations at area school counselor association conferences and school counselor professional
development sessions around the area.
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Student Participation Agreement
Thank you for your interest in the _____________ Small Group! We will meet 7 times this
semester, each week on ______________ from ____ to ____. Regular attendance is expected.
Though sickness and other conflicts may cause you to miss school, if you are in school, it is
expected that you will do your best to attend each session. Participation in this group is
voluntary.
___________ Small Group will be a safe space. This idea will be discussed at the first meeting,
and the group will establish Group Norms about conduct. While opinions may differ at times,
you will be expected to follow the guidelines outlined in the Group Norms document.
As a counselor, I will keep confidential anything you may reveal in group. However, if you
indicate you or someone else is in danger or being hurt, I will need to approach others to get you
the help you need. All the members in this group will be expected to keep confidential
everything and anything that is discussed or shared in the group. However, because of the group
nature, please be aware that I cannot guarantee that each member will abide by that guideline.
My goal is to help create an environment of safety, acceptance, and respect. If you ever feel like
this is not the case or have any questions or concerns about things said in the group, please let me
know.
Please initial and sign below to indicate that I discussed this document with you, and that you
understand and agree to the statements above. I look forward to your participation in this group.
_______ My counselor has reviewed the Student Participation Agreement with me.
_______ I understand and agree to the guidelines in the Student Participation Agreement form.

My signature indicates that I would like to participate in ____________ Small Group and I will
abide by the guidelines outlined in the Student Participation Agreement.
______________________________________________
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Parent/Guardian Letter and Permission Slip
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Date: MM/DD/YYYY
Dear Parent(s)/Guardian(s):
Your student has been identified as a possible participant in the ___________ Small Group, a
program offered by the counseling program at ___________ School. This small group will be
conducted as a small group counseling experience and will meet 7 times over the course of the
semester, for one hour each week. We will meet on __________ from ____ to ____.
The purpose of this small group is to explore issues of __________ through discussions,
teachings, and content specific materials, to develop increased self-efficacy and build
emotional/social coping skills and strategies in students. Participation in this group is voluntary.
I will facilitate this group. I am a licensed professional school counselor. I will maintain your
student’s confidentiality, except if she reveals she or someone else is in danger. While all the
participating members have agreed to maintain confidentiality in the group, because of the nature
of this group I cannot guarantee that everything said in group will remain confidential.
It is my hope that through participation in this group, your student will experience positive
benefits and changes.
Please fill out and return the portion below if you give your student permission to participate in
this small group. If you have any questions or concerns, please do not hesitate to call me at
__________________ or email me at _______________________.
Sincerely,
Name
School Counselor
---

---

---

---

---

---

---

---

---

---

---

I give ________________________________ permission to participate in Small Group.
(Student Name)

I understand the limits to confidentiality explained above.

____________________________________________ Parent/Guardian Name

____________________________________________ Parent/Guardian Signature

---
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Pre- and Post-test: Coping Skills
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Coping Skills Pre-Test
1. What is good self-esteem?
a. Feeling good about yourself
b. Listening to others
c. Hating yourself
d. Wanting to harm yourself or others
2. Which of the following is the definition of stress?
a. A simple situation with no conflict
b. Feelings of strain or tension from a difficult situation
c. Spending time with friends
d. Going to school daily
3. What are ‘triggers’ and what some personal triggers are? __________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
4. True or False: Signs of stress can be different for each person and can affect them both
physically and emotionally.
5. Please write the name of the emotion under the correct picture:

_______________

__________

_________

6. Who are three supports that can help you when you need help?
a. _____________________
b. _____________________
c. _____________________
7. Which of the following is NOT a positive coping strategy?
a. Screaming into a pillow
b. Going for a walk/run
c. Hitting someone who made you upset
d. Talking out the problem with a support

___________
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8. True or False: exercise is not a good way to help prevent stress and often causes more
stress.
9. Your friends showed up an hour late to go out to dinner. Which is an appropriate way to
find out why they were late?
a. Figure you got stood up
b. Scream at your friends when they get there
c. Don’t say anything
d. Ask them why they were an hour late
10. Explain how you could correctly express a negative emotion you felt recently?
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
11. Which of the following would NOT be a negative coping strategy:
a. Hitting another person
b. Destruction of property
c. Talking out the problem with the person
d. Abusing drugs or alcohol
12. Name someone who would give you advice and how would you get this advice?
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
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Coping Skills Post-Test
1. What is good self-esteem?
a. Feeling good about yourself
b. Listening to others
c. Hating yourself
d. Wanting to harm yourself or others
2. Which of the following is the definition of stress?
a. A simple situation with no conflict
b. Feelings of strain or tension from a difficult situation
c. Spending time with friends
d. Going to school daily
3. What are ‘triggers’ and what some personal triggers are? __________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
4. True or False: Signs of stress can be different for each person and can affect them both
physically and emotionally.
5. Please write the name of the emotion under the correct picture:

_______________

__________

_________

6. Who are three supports that can help you when you need help?
a. _____________________
b. _____________________
c. _____________________
7. Which of the following is NOT a positive coping strategy?
a. Screaming into a pillow
b. Going for a walk/run
c. Hitting someone who made you upset
d. Talking out the problem with a support

___________
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8. True or False: exercise is not a good way to help prevent stress and often causes more
stress.
9. Your friends showed up an hour late to go out to dinner. Which is an appropriate way to
find out why they were late?
a. Figure you got stood up
b. Scream at your friends when they get there
c. Don’t say anything
d. Ask them why they were an hour late
10. Explain how you could correctly express a negative emotion you felt recently?
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
11. Which of the following would NOT be a negative coping strategy:
a. Hitting another person
b. Destruction of property
c. Talking out the problem with the person
d. Abusing drugs or alcohol
12. Name someone who would give you advice and how would you get this advice?
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
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Pre- and Post-test: General Self-Efficacy Scale (GSES)
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Generalized Self-Efficacy Scale Pre- and Post-Test
Name: ____________________________________
Date: _________________
Please answer the following statements using the scale below:
1 = Not true at all
2 = Hardly True
3 = Moderately True
4 = Exactly True
1. I can always manage to solve difficult problems if I try hard enough.

_______

2. If someone opposes me, I can find the means and ways to get what I want.

_______

3. It is easy for me to stick to and accomplish my goals.

_______

4. I am confident that I could deal efficiently with unexpected events.

_______

5. Thanks to my resourcefulness, I know how to handle unforeseen situations.

_______

6. I can solve most problems if I invest the necessary effort.

_______

7. I can remain calm when facing difficulties because I can rely on my coping abilities. _____
8. When I am confronted with a problem, I can usually find several solutions.

_______

9. If I am in trouble, I can usually think of a solution.

_______

10. I can usually handle whatever comes my way.

_______
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Pre- and Post-Test: Emotional Awareness Questionnaire (EAQ)

60

61

not sometimes true
true
true

1

I am often confused or puzzled about what I am feeling

2

I find it difficult to explain to a friend how I feel

3

Other people don’t need to know how I am feeling.

4

When I am scared or nervous, I feel something in my
tummy

5

It is important to know how my friends are feeling

6

When I am angry or upset, I try to understand why

7

It is difficult to know whether I feel sad or angry or
something else

8

I find it hard to talk to anyone about how I feel

9

When I am upset about something, I often keep it to
myself

10

When I feel upset, I can also feel it in my body

11

I don´t want to know how my friends are feeling

12

My feelings help me to understand what has happened

13

I never know exactly what kind of feeling I am having

14

I can easily explain to a friend how I feel inside

15

When I am angry or upset, I try to hide this
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Group Norms and Rules Sheet
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Group Norms and Rules
_____________ Small Group

1. Confidentiality is crucial.
2. What happens in the group, stays in the group.
3. Be respectful of all group members.
4. Participate in group sessions/discussions.
5.
6.
7.
8.
9.
10.
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Small Group Sessions Template
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Session One
Introductions
School Counselor:
Date:
Focus: Introductions
Grade(s):
ASCA Mindsets & Behaviors (Domain/Standard):
1. M 3. Positive attitude toward work and learning.
2. B-SS 2. Positive, respectful, and supportive relationships with students who are similar
and different.
Learning Objective(s) (aligns with competency):
1. Students will understand what a successful small group looks like and how it functions.
2. Students will develop small group rules by which the group will adhere to.
Materials:
● Pre-Test Assessments (Appendix C, D, E)
● Poster board that will be used to write down group rules and norms.
Procedure:
● Welcome
○ Introduce counselor. Express excitement that students decided to participate in
group.
● Ask students to introduce themselves.
● Discuss confidentiality. Write down rule #1 of group, which is that anything shared in the
group stays in the group.
● Discuss group purpose.
○

What to expect out. Open floor for any questions.

● Compile list of group rules and norms through group brainstorm and write on poster
board.
● Pretests
● Discussion
○ Ask processing questions.

67
● Dismiss
○ Reminder of when they will meet next, what to look forward to at the next
meeting.
Processing Questions:
● What do you hope to get out of participating in this group?
● What are you most excited for?
● What are you most nervous or concerned about with this group?
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Session Two
Sharing Stories
School Counselor:
Date:
Focus: Sharing Stories
Grade(s):
ASCA Mindsets & Behaviors (Domain/Standard):
1. M 3. Positive attitude toward work and learning.
2. B-SS 2. Positive, respectful, and supportive relationships with students who are similar
and different.
3. B-SS 4. Empathy.
Objective(s):
1. Continue to build a supportive, accepting group dynamic.
2. Students share their stories.
Materials:
● Skittles Sharing Activity (Appendix H)
● 3 bags of Skittles
● 3x5 note cards
Procedure:
● Welcome students to second group session.
● Read over group rules and norms established in first group session. Ask if anyone has any
to add or need clarification on any.
● Introduce the plan for session.
● Complete Skittles Sharing Activity
○ Encourage discussion during this activity. Ask students to note similarities or
differences in their situations or advice they might have for one another.
● Have students write down worries/fears/concerns they have about the change in their
parent structure on index cards and turn them in. The next session will begin by reading
these cards aloud and discussing them.
● Wrap up group.
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○ Remind students about confidentiality. “What is talked about in the group, stays
in the group.
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Session Three
Emotions and Thoughts
School Counselor:
Date:
Focus: Emotions and Thoughts
Grade(s):
ASCA Mindsets & Behaviors (Domain/Standard):
1. B-SMS 7. Effective coping skills.
2. B-SS 2. Positive, respectful, and supportive relationships with students who are similar
and different.
3. B-SMS 10. Ability to manage transitions and adapt to change.
Objective(s):
1. Continue to build a supportive, accepting group dynamic.
2. Students address fears/concerns/changes.
Materials:
1. Whiteboard and Markers
2. Some type of small token or physical reminder.
Procedure:
1. Read 3x5 notecards from session two aloud. Use these as prompts for discussion amongst
the group.
2. Introduce the concept that helping ourselves change from negative emotions to positive
emotions requires a change in our thinking. When we catch ourselves feeling sad, anger,
blue, or upset, we can examine what our thoughts have been.
3. Draw a large T-Chart on white board. Label one side: “Things that have helped me
most”; label the other side: “Things I wish I could do/I think would help me”. Ask for
input and record responses on left side first. Then list responses for the second side of the
T-Chart.
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4. Give students a small knick-knack as a token or physical reminder. Students can also use
something of their own if they want. Reiterate that students should use this token as a
reminder to examine their thoughts when they are feeling sad, upset, or angry. Again,
touch on the idea that changing thought patterns is an effective way to help relieve
negative feelings/emotions.
5. Wrap up session. Preview next session.
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Session Four
Family Structures
School Counselor:
Date:
Focus: Changing Family Structure
Grade(s):
ASCA Mindsets & Behaviors (Domain/Standard):
1. B-SMS 7. Effective coping skills.
2. B-SS 2. Positive, respectful, and supportive relationships with students who are similar
and different.
3. B-SMS 10. Ability to manage transitions and adapt to change.
Objective(s):
1. Identify changes in family structure.
2. Discuss stages of grief (Appendix I).
Procedure:
1. Introduce stages of grief. Provide students with copies of “Stages of Grief” handout.
2. Discuss these stages. Have students identify where in the process they feel they currently
are, and how/what ways they feel might help them progress to the next stage.
3. Transition to content on changing family structures.
4. Have students complete “Responsibilities” worksheet (Appendix J) and discuss with
group.
5. Foster discussion in group about parental dating, shifting positions in the family, and
blended families.
6. Wrap up session. Remind students what day and time next meeting is.
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Session Five
Coping Skills
School Counselor:
Date:
Focus: Building Coping Skills
Grade(s):
ASCA Mindsets & Behaviors (Domain/Standard):
1. B-SMS 7. Effective coping skills.
2. B-SS 2. Positive, respectful, and supportive relationships with students who are similar
and different.
3. B-SMS 10. Ability to manage transitions and adapt to change.
Objective(s):
1. Members can identify positive and negative coping skills.
2. Group members can name support systems available to them when needed.
Procedure:
1. Introduce and present coping skills PowerPoint (Appendix K).
2. Have students fill out “My Coping Skills” (Appendix L) worksheet and discuss amongst
group.
3. Students complete “Skills to Try” worksheet (Appendix M) and identify one skill they
want to practice throughout the week.
4. Close session. Preview next session and tell group there will be a special guest speaker
joining the group.
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Session Six
You Are Not Alone
School Counselor:
Date:
Focus: You Are Not Alone
Grade(s):
ASCA Mindsets & Behaviors (Domain/Standard):
1. B-SS 3. Positive relationships with adults to support success.
2. B-SS 2. Positive, respectful, and supportive relationships with students who are similar
and different.
3. B-SMS 10. Ability to manage transitions and adapt to change.
Objective(s):
1. Group members will recognize that they are not alone in their situations.
2. Group members will have a role model to look up to and strive to emulate.
Procedure:
1. This session requires school counselors identify a mature and appropriate guest speaker.
This could be an older student who participated in a previous small group or an adult who
experienced a fracture to their family structure similar to the group members.
2. The guest speaker will share their story with the group, the strategies or tips they found
helpful when navigating their situation, and talk about how their life is now.
3. Group members are encouraged to ask the guest speaker questions.
4. This guest speaker will hopefully illustrate to the group that there is hope for the future,
positive changes that can be made, and provide them with a model to strive for.
5. Wrap up the session. Remind group that the next session will be the final session.
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Session Seven
Final Session
School Counselor:
Date:
Focus: Termination of Group
Grade(s):
ASCA Mindsets & Behaviors (Domain/Standard):
1. M 2. Sense of acceptance, respect, support, and inclusion for self and others in school
environment.
2. M 5. Belief in using abilities to their fullest to achieve high-quality results and outcomes.
Objective(s):
1. Students’ complete post-tests (Appendix C, D, E).
2. Student evaluation form completed (Appendix O).
Procedure:
1. Discuss amongst group feelings about the group counseling sessions. Highlights,
lowlights, positives, negatives, or personal goals they set for themselves.
2. Students complete all three post-test worksheets.
3. Have students complete the student evaluation form. Reminding them it will be
anonymous and only read by school counselor, so honesty is appreciated.
4. Thank students for participating in the small group. Talk about systems of support again
and remind students you are always available to them when they need.
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Appendix H
Skittles Sharing Activity
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Appendix I
Stages of Grief Handout

79

80
Appendix J
Family Responsibilities Worksheet
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Change in Family Structure: New Responsibilities
Directions: Jot down what types of responsibilities you had before your parent structure changed
on the left side of the chart. On the right side, list new responsibilities you may now have. Be
ready to discuss with the group.

Old Responsibilities

New Responsibilities
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Appendix K
Coping Skills PowerPoint

83

7/19/22

WHAT IS STRESS AND TRIGGERS?
• Stress is feelings of strain, tension, or anxiety from a difficult situation.

COPING SKILLS

• Stress is different for everyone. Symptoms of stress can affect a person both emotionally and
physically.

• Triggers can be memories, objects, people, or situations that spark intense negative
emotions.
• In your head, think of what might be a trigger for you.

1

2

DEEP BREATHING EXERCISE

WHAT ARE
COPING
SKILLS?

COPING SKILLS
Take 10 deep breaths

This is an example of a
coping technique that is
very easy and quick to use.
Try it with me!

Slowly count to 10
Squeeze hands together

Imagine a happy place
Push hands together
Think of a happy memory
Pull hands apart

3

4

SUPPORT SYSTEMS
• You are not alone. In school you have a number of people to go
to for support when you need it.
• Counselor
• Teachers
• Coaches
• Friends/Mentors

5

1
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Appendix L
My Coping Skills
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Appendix M
Skills to Try

87

88
Appendix N
Student Attendance Sheet
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Attendance Record Sheet
____________________ Small Group
Date: _____________________
Please Sign In:
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
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Appendix O
Student Evaluation Sheet
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Evaluation

Please place a check mark in the box that most closely reflections your feelings.
Strongly
Disagree
I enjoyed my
small group
experience.
I felt comfortable
sharing in the
small group.
The way I feel
about my situation
has changed.
I have skills to
better understand
and regulate my
emotions/thoughts.
I have support
systems I can go
to for help.
Talking about my
life with others
was helpful.
I have new coping
skills to employ
when needed.
My school
counselor seems
comfortable
talking about
divorce, death, or
incarceration.

Disagree

Neutral

Agree

Strongly
Agree
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What was your favorite thing about the small group?

What would you change about the small group?

In your opinion, what was the most important thing you learned/did in small group?

What part of the small group was not useful/helpful?

Is there anything else you would like your counselor to know your experience in small
group?

